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Abstract 
Recent developments in literacy studies suggest that everyday media experiences of children should be included and 
inform school literacy. In light of this, in the present study, we map children’s access and patterns of use, as well as 
children’s and parents’ stance and views on media. From the analysis of interviews with children and questionnaires 
with parents, it was made clear that children have rich media experiences in the home, having access to print, screen 
entertainment and digital media, whereas the presence of video games in Greek homes is more limited compared with 
other countries. Parents seem to be affected by the ‘moral panics’ often surrounding young children’s use of media. 
Moreover, our study indicated that families with a more privileged social and educational background seem to be more 
oriented to print and digital media than families with a lower social status. In contrast, families of lower social and 
educational background tend to be more oriented to screen entertainment media. On the other hand, some significant 
differences with respect to the children’s gender were disclosed, which seem to be linked to the social expectations and 
the distinct social roles of what means to ‘be a girl’ and ‘a boy’. In conclusion, we suggest that a study including both 
the perspectives of parents and children on the latter’s media activities in the home can better address the limitations of 
(self)-reporting and complement observational studies of literacy practices. 
Keywords: out-of-school literacy practices, media education, school literacy, Greece  
1. Introduction 
1.1 Introductory Remarks 
The field of ‘New Literacy Studies’ (e.g. Gee, 2004; Street, 1993) has given prominence to the study of children’s 
literacy practices in the home, which are related to media, by acknowledging new types of literacy beyond print (school) 
literacy. Giving emphasis on the complexity and richness of literacy in out-of-school contexts and offering recognition 
of the new kinds of learning occurring outside school, it is suggested that these everyday sociocultural experiences of 
children should be included and inform school literacy. In fact, it has been supported that the use of media at school, by 
offering recognition of the things children value, helps them to be more actively involved in the class and to understand 
more easily abstract concepts (Duff, 2004). Furthermore, several positive effects on children’s early literacy skills have 
been documented, such as letter and word recognition (Ball & Bogatz, 1970), as well as narrative skills development 
(Linebarger & Piotrowski, 2009). On the other hand, seen as the missing link between the teacher and the student script 
(Gutiérrez, Baquedano-Lopez, & Tejeda, 2000), media could redress the dislocation between home and school literacy, 
which is often detected (e.g. Marsh, 2003).  
New Literacy Studies have been criticized for over-emphasizing the distinction between the ‘in-school’ and the 
‘out-of-school’, and thus failing to see that these spaces are not so isolated from one another, since children may also 
engage in school-like activities at home and non-school-like ones at school (Hull & Schultz, 2001). Nevertheless, it has 
acknowledged the central role that media play in contemporary childhoods. More importantly, this research strand has 
triggered off a number of relevant studies in the last years, which have disclosed different patterns of media access and 
use at home, mostly depending on social arrangements of time and space and on cultural norms and values (e.g. Ofcom., 
2013; Livingstone & Bovill, 1999; Marsh et al., 2005).  
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In light of this, in the present study, we aim to explore Greek young children’s (5-7 years old) engagement in media 
activities in the home. In particular, we wish to map children’s access and patterns of use, as well as children’s and 
parents’ stance and views on print (books, comics, magazines), screen entertainment (television, DVD, video games) 
and digital media (computer), through an account of children’s and parents’ perspectives. In the last years, there have 
been a number of studies, especially in the UK, and mostly in the framework of large-scale research projects, aiming to 
chart children’s and young people’s media literacy practices.  
Most of these studies have focused on children above five years old (Ofcom., 2013; Livingstone & Bovill, 1999), while 
there are fewer studies on younger children, such as infants and pre-schoolers (Marsh et al., 2005; Rideout, Vandewater, 
& Wartella 2003). Two other recent studies have explored children’s aged 6-18 years old access to and use of ‘screens’, 
such as television, DVD player, cell phone, computer and video games, in Spain (Bringué & Sádaba, 2009a) and 
Ibero-America (Bringué & Sádaba, 2009b), by adopting a cross-national perspective. Given the fact that children are 
now participating in online literacy practices at a younger and younger age, there is an amount of studies exploring, in 
particular, children’s engagement with digital media and online activities (e.g. Haddon & Livingstone, 2012; 
Livingstone & Bober, 2005). More recent studies have detected an increase in internet use by very young children such 
as pre-schoolers, so that they usually participate in sites which are not suitable and intended for their age (Holloway, 
Green, & Livingstone, 2013). On the other hand, the most recent study of Mascheroni & Cuman (2014) has compared 
children’s (9-16 years old) use of new media and technologies in four European countries: Denmark, Italy, Romania and 
the UK.  
Relevant research in Greece is scanty and concerns only elementary school children (Stamou, Griva, & Tsioulis, 2013; 
Tsami, Archakis, Fterniati, Papazachariou, & Tsakona, 2014), while there are few studies with a particular focus on 
children’s and young people’s digital and online practices (Koutsogiannis, 2011; Tsaliki & Chronaki, 2012). With 
respect to internet use, compared with other European countries, Greece is characterized as a ‘lower use, lower risk’ 
country, along with Italy, France, Germany, Austria, Belgium and Hungary (Haddon & Livingstone, 2012). Thus, Greek 
children exhibit fewer digital skills, but 66% of them access the internet on their mobiles, well above the European 
average (22%).  
From a methodological perspective, a great deal of research in the field is based on (self)-reporting of children and/or 
their parents, and thus more observational studies exploring how children engage in media activities in their everyday 
life are proposed to be conducted (Buckingham, 2004). In the present study, we also adopt research tools of 
(self)-reporting, such as questionnaires and interviews. By acknowledging, however, the limitations of a study relying 
on what people are saying as doing rather than on observations of what they are actually doing, we focus on the 
perspectives of both children and their parents, treating the two groups not only as offering complementary accounts, as 
it is usually the case, but also as providing contradictory reports (e.g. under- and over-reporting) on children’s media 
activities. In what follows, the aims and scope of the present study are outlined in more detail. 
1.2 Aims and Scope 
In the present study, we seek to explore the following: 
•Which media have children access to?•What are children’s patterns of media use? •What is children’s stance towards 
media? •What do parents think about the educational opportunities afforded by media? •Are there any differences in 
children’s media access and use as well as in children’s and parents’ attitudes and thoughts about media in relation to the 
parents’ social and educational background and the children’s gender?  
More specifically, children’s media access will be explored in respect of the ways in which their parents shape media 
literacy environment at home, namely what media their family owns, what media children personally own in their 
bedroom, what media their parents use at home and what book reading and outdoor spectacle opportunities (e.g. theater, 
movies) their parents offer to them. Relevant research shows that children’s media access is not only an issue of 
available financial resources, but it also relates to parents’ educational and cultural resources, as well as to their values 
and beliefs about child-rearing (Buckingham, 2004). In particular, whether parents provide a ‘media-rich’, a 
‘media-poor’, or a ‘screen entertainment’ bedroom (Livingstone & Bovill, 1999) to their children (e.g. whether children 
should have a television set in their room) is more a reflection of parents’ broader ideas about the nature of family life 
than an issue of income. 
Since the relationship between media access and use is not straightforward, it makes sense to also unveil children’s 
media use at home. According to the ‘domestication approach’, which refers to the ways (digital) media are 
contextualized into people’s lives and what symbolic meanings they are attached to (e.g. Haddon, 2011; Silverstone & 
Haddon, 1996), two central processes of domestication are the daily (the so-called ‘objectification’) and spatial (the 
so-called ‘incorporation’) distribution of media activities in the home. Specifically, in our case, objectification refers to 
how children fit media into daily life, namely how they divide their leisure time among different media, charting a 
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‘leisure timetable’ (Livingstone & Bovill, 1999). On the other hand, incorporation involves the spatial patterns of 
children’s media use, which will further reveal the meanings and practices accompanying its daily use. The home is 
divided into two core domains: spaces which are specific to the child (e.g. bedroom) and spaces which are shared by all 
family members and form the wider home environment (e.g. living room, kitchen). It has been found than many of the 
texts in the domain specific to the child relate to media, showing their centrality to children’s lives (Marsh, 2003). 
Furthermore, media use also involves children’s preferences of concrete media content (e.g. favorite TV programs, 
movies, books, comics). Research has indicated that more differences exist in content preferences in relation to the 
gender than to the social background of children (Livingstone & Bovill, 1999).  
Children’s stance towards media will be examined with respect to their immersion in media at home. According to the 
domestication approach, this is the ‘conversion’ process, namely how (digital) media use is related to the construction of 
identity (Haddon, 2011). It has been supported that children live in a media-saturated world, in which texts are 
intertextually connected with each other. For instance, TV characters may also appear in children’s books, toys or 
clothes (Marsh & Milliard, 2000). Hence, we will explore children’s favorite popular cultural heroes and ownership of 
media icons. Parents have indicated their children’s obsession with media icons (Marsh et al., 2005), since it is through 
these icons that children seem to construct their identity and build their social relationships with the other children 
(Marsh, 2005). 
Finally, parents’ views on the educational role of media will be studied in order to detect whether their practices in the 
home (i.e. shaping and regulation of their children’s media access and use) reflect or not their ideas about media. 
Relevant research has shown that parents generally hold favorable ideas about the role of media in their children’s lives 
and their literacy development (e.g. Marsh et al., 2005; Rideout et al., 2003). However, they also tend to express some 
concerns and worries about media content (e.g. violence, consumerist values) (Livingstone & Bovill, 1999; Ofcom., 
2013). 
2. Method 
Data collection was made through two complementary research tools: semi-structured interviews with young children 
aged 5-7 years old and questionnaires with their parents. Specifically, 455 children (235 boys and 220 girls) attending 
pre-school and the first two grades (Grade 1 and 2) of elementary school (aged 6 years old on average) participated in 
the study. Having access to school records, the job of children’s parents was recorded for each interviewed child. For 
the purposes of the present study, a distinction was made between ‘low’ (e.g. employees, technicians) and ‘high 
autonomy professions’ (e.g. educators, business owners, lawyers, engineers), depending on the freedom an individual 
has in carrying out work, namely the ability to control the timing of work, to control how work is performed, and to 
make decisions at work (Morgeson, Delaney-Klinger & Hemingway, 2005). Since this distinction normally also means 
a different social status, salary and educational background on the part of the working parent, it seems to be crucial for 
children’s sociolinguistic and literacy development (Hasan, 1989). In our sample, 51% of the children had a father of 
low autonomy profession and 49% a father of a high autonomy profession. 64% of the children had a mother with a low 
autonomy job and 36% of them had a mother with a high autonomy job (see Figure 1).  
 
Figure 1. The sample of the children participated in the study 
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only 71 were fathers, reflecting the gendered patterns of parental involvement in schooling (Reay, 1998). 57% of the 
participants responded to do a low autonomy job and 43% of them to do a high autonomy job. Furthermore, 2% of the 
parents reported to be elementary school graduates, 59% of them to be high school graduates and 39% of the parents 
reported to hold a university degree (see Figure 2). 
 
Figure 2. The sample of the parents participated in the study 
The construction of parents’ questionnaire, according to which children’s interview questions were also made, was 
substantially based on a similar study of Marsh et al. (2005) on pre-school children’s (of 41 months on average) media 
access and use and parental views in the UK. Most of the questions were closed, but some few open questions were also 
included. In particular, the questionnaire consisted of the following sections: children’s media access (family and 
children’s ownership of media, parents’ media habits, children’s access to book reading and outdoor spectacles), 
children’s patterns of media use (temporal and spatial distribution of leisure and media activities in the home, children’s 
reading and television preferences) and children’s and parents’ stance and views on media (children’s immersion in 
media, parents’ views on the educational opportunities of media for their children). 
Both interview and questionnaire data were analyzed though various statistical techniques. In particular, we applied 
chi-square test and multivariate log-linear analysis on discrete categorical data, whereas we used Spearman correlation 
and Principal Component Analysis (PCA) for the interpretation of the data measured on an ordinal and an interval scale, 
respectively. Most of the statistical analyses were conducted using the SPSS package. Statistica software was used for 
the conduct of PCA.   
3. Results 
3.1 Children’s Access to Media  
3.1.1 Family Ownership of Media  
According to parents, children are exposed to a rich media environment in the home, consisting of printed texts, as well 
as screen entertainment (television: 99%, DVD: 93%) and digital media appliances (computer: 85%, internet connection: 
82%) (Table 1). However, most families are oriented to traditional printed material (books: 96%) rather than to texts 
from popular culture (newspapers/ comics/ magazines: 64%). On the other hand, console games seem to be less 
widespread among Greek households (27%). Moreover, according to chi-square test analysis, the presence of internet 
connection in the family is positively correlated with the presence of newspapers, comics and magazines (Χ2=7.190, 
df=1, p=0.007, Phi=0.139). This means that children’s access to digital media does not deter them from being also 
exposed to printed material, but a home open to new technologies seems to be ‘media rich’ in general. Additionally, 
from children’s responses, it emerges that only 24% of the families own a single television set, while 51% of the 
families own two television sets and 24% of the families possess more than two television sets in the home. On the 
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Table 1. Ownership of media in the home (parents’ responses) 





Newspapers/ comics/ magazines 






Chi-square test and multivariate log-linear analysis indicated several significant differences in the family ownership of 
media with respect to parents’ educational and social background as well as to children’s gender. Specifically, statistical 
analysis of both parents’ and children’s responses revealed that the possession of digital media (computer, internet 
connection) is tightly knitted to the social profile of parents. Hence, more parents doing a high autonomy job (93%) 
(Χ2=8.140, df=1, p=0.04, Phi=0.154) reported to own a computer than parents who do a low autonomy job (82%). 
Similarly, more parents with a high autonomy job (90%) (Χ2=6.861, df=1, p=0.04, Phi=0.141) have an internet 
connection in the home than parents who make a low autonomy job (80%). Additionally, more children whose father 
(91%) (Χ2=5.192, df=1 p=0.02, Phi=0.111) or mother (93%) (Χ2=7.067, df=1 p=0.04, Phi=0.129) does a high autonomy 
job responded to have a computer in the home than children with a father (84%) or mother (84%) doing a low autonomy 
job. In a similar vein, more children with a father (87%) (Χ2=7.148, df=1 p=0.05, Phi=0.130) or mother (91%) 
(Χ2=14.146, df=1 p=0.00, Phi=0.182) doing a high autonomy job responded to have internet connection in the home 
than children with a father (77%) or mother (76%) doing a low autonomy job. Furthermore, according to multivariate 
log-linear analysis, a lack of computers at home is correlated with parents’ elementary (Estimate=3.498, Std. 
Error=0.810, Z=4.317, p=0.00) or high school education (Estimate=1.020, Std. Error=0.367, Z=2.783, p=0.05). 
On the other hand, families with a more privileged social background seem to be more oriented to print media, while 
families with a lower social status seem to be more engaged with screen entertainment media. Thus, more parents doing 
a high autonomy job (96%) (Χ2=5.012, df=1, p=0.03, Phi=0.121) reported to own more newspapers, comics and 
magazines in the home than parents who do a low autonomy job (60%). Similarly, a lack of books and newspapers, 
comics and magazines in the home was correlated respectively with parents’ elementary (Estimate=2.543, Std. 
Error=0.739, Z=3.438, p=0.001) or high school education (Estimate=0.817, Std. Error=0.238, Z=3.441, p=0.0001). In 
contrast, more children with a mother doing a low autonomy job (91%) (Χ2=6.457, df=1 p=0.01, Phi=-0.123) responded 
to own a DVD player than children with a mother doing a high autonomy job (83%). Finally, more boys (46%) 
(Χ2=15.601, df=1 p=0.00, Phi=-0.185) reported to own a video game machine than girls (28%). 
3.1.2 Children’s Ownership of Media  
Following parents’ responses, in the majority of children’s bedrooms, printed material prevails (books/ comics/ 
magazines: 90%), while their bedrooms are less equipped with screen entertainment (television set: 23%, DVD player: 
16%, console games: 4%) or digital media (computer: 12%; see Table 2). In contrast to parents, 7% of the children 
reported to have a television set in their room and 3% to own a computer. According to multivariate log-linear analysis, 
a lack of printed material in children’s bedroom is correlated with parents’ elementary school education 
(Estimate=2.182, Std. Error=0.722, Z=3.023, p=0.003). On the other hand, chi-square test showed that more children 
whose father does a low autonomy job (10%) (Χ2=7.955, df=1 p=0.05, Phi=-0.188) reported to have a television set in 
their bedroom than children with a father doing a high autonomy job (3%). Furthermore, 93% of the children responded 
to possess their own books, but fewer children seem to personally possess magazines (44%) and comics (29%). 
Chi-square test revealed that more boys (36%) (Χ2=12.073, df=1 p=0.01, Phi=-0.163) than girls (21%) reported to 
possess their own comics.  
Table 2. Ownership of media in children’s bedroom (parents’ responses) 




DVD player 16% 
Computer 
Video game machine 
12% 
4% 
3.1.3 Parents’ Media Habits 
The majority of children reported that their parents read newspapers (64%) and magazines (66%). However, chi-square 
test showed that more children with a father (70%) (Χ2=3.910, df=1 p=0.05, Phi=0.096) or mother (75%) (Χ2=9.710, 
df=1 p=0.02, Phi=0.151) doing a high autonomy job responded that their parents read newspapers than children whose 
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father (30%) or mother (60%) does a low autonomy job.  
Regarding their parents’ TV preferences, 42% of the children responded that their parents watch the news, 28% that 
they watch some series and 20% some film. Few children responded that their parents watch TV commercials (7%) or 
they did not know what their parents watch (8%). Chi-square test revealed that more children with a father doing a low 
autonomy job (24%) (Χ2=4.772, df=1 p=0.03, Phi=-0.106) reported that their parents watch films on television than 
children with a father doing a high autonomy job (16%).  
Regarding computer use, 51% of the children responded that all family members use a computer in the home. However, 
15% of the children reported that a computer is used only by the child’s father, 11% only by his/her parents and 5% only 
by the child’s mother. On the other hand, chi-square test indicated that the prominence or not of digital media in the 
family environment is associated with the parents’ social status. Hence, more children whose father does a high 
autonomy job (58%) (Χ2=7.759, df=1 p=0.05, Phi=0.136) responded that that all the family uses a computer in the 
home than children with a father doing a low autonomy job (45%). 
3.1.4 Children’s Access to Book Reading and Outdoor Spectacles   
According to children’s responses, book reading seems to be a popular activity in their families, since 93% of them 
reported to be often read some book. However, this seems to be an activity made mostly by mothers (46%), less by both 
mothers and fathers (22%) or some other person (10%), whereas very few children reported to be read some book by 
their father only (5%). Interestingly, chi-square test showed that more girls (51%) (Χ2=4.566, df=1 p=0.03, Phi=0.100) 
than boys (41%) reported to be read some book by their mother, and conversely, more boys (7%) (Χ2=7.350, df=1 
p=0.001, Phi=-0.127) than girls (2%) reported to be read some book by their father.  
Regarding children’s access to outdoor spectacles, only 40% of the parents reported to go sometimes their children to 
the theater, while 49% responded that they sparingly or never go to the theater with their children (Table 3). In contrast, 
46% of the parents reported to go often to the movies with their children and 44% reported to go sometimes with them 
to the movies. Interestingly, Spearman correlation revealed a high correlation between parents’ response of going often 
their children to the theater with their response of going often with them to the movies (rho=0.538602, p=0.001, N=368). 
From their point of view, 64% and 63% of the children responded to go often to the movies and to the theater with their 
family, respectively. 
Table 3. Children’s access to the theater and the movies (parents’ responses) 
You go your child to the… Often Sometimes Rarely/ Never 
Theater 11% 40% 49% 
Movies 46% 44% 10% 
Chi-square test indicated significant differences in the children’s access to the theater and the movies with respect to 
their parents’ educational and social background. Specifically, more parents doing a low autonomy job (56%) 
(Χ2=13.365, df=2, p=0.01, Phi=0.198) reported to go rarely/ never to the theater with their children than parents who do 
a high autonomy job (40%). Moreover, parents’ responses of going rarely/ never to the theater (Estimate=1.597, Std. 
Error=0.396, Z=4.032, p=0.000) or of going sometimes to the theater (Estimate=2.182, Std. Error=0.853, Z=0.397, 
p=0.03) were correlated with their being high school graduates. In a similar vein, more children with a mother doing a 
high autonomy job (75%) (Χ2=10.160, df=1 p=0.01, Phi=0.154) reported to go to the theater than children with a 
mother doing a low autonomy job (59%). On the other hand, more parents with a low autonomy job (49%) (Χ2=7.228, 
df=2, p=0.03, Phi=0.146) responded that they rarely/ never go their children to the movies than parents with a high 
autonomy job (43%). Similarly, more children with a mother doing a high autonomy job (71%) (Χ2=3.976, df=1, 
p=0.05, Phi=0.096) reported to go to the movies than children with a mother doing low autonomy job (61%). 
3.2 Children’s Patterns of Media Use  
3.2.1 Temporal Distribution of Leisure and Media Activities in the Home 
According to parents, the daily ‘leisure timetable’ (Livingstone & Bovill, 1999: 32) of children is mostly divided among 
drawing/ writing, playing with toys in the home, television watching and book reading (Table 4). In contrast, DVD 






Studies in Media and Communication                                                             Vol. 2, No. 2; 2014 
99 
 
Table 4. Daily patterns of leisure and media activities  
How much time, on average, does your child spend on these 









Being read a book 79% 1% 1% 19% 
Drawing/ Writing 74% 17% 3% 6% 
Watching television 65% 15% 2% 18% 
Playing inside  57% 29% 12% 2% 
Watching a DVD  55% 4% 0% 41% 
Playing outside  54% 15% 5% 25% 
Using a computer 39% 2% 1% 58% 
Playing video games  11% 1% 1% 87% 
To explore possible associations among the aforementioned parents’ responses, the data were further analyzed, 
employing PCA. PCA indicated that three factors explained about 53% of the total variance (Table 5). The first factor 
explains 20.5% of the total data variability and has strong loadings for items expected to measure both traditional and 
active leisure activities of children (playing, drawing/ writing). The second factor explains 17.6% of the total variance 
and is loaded on items concerning screen entertainment (television and DVD watching) and digital (computer use) 
media activities. Finally, the third factor accounts for 15.4% of the total variance and is marked by high loadings on 
items that concern passive leisure activities, that is, activities that entail a passive role on the part of children (being read 
a book).  
Table 5. Principal component analysis of parents’ responses about the daily patterns of leisure and media activities of 
their children 
How much time, on average, does your child 
spend on these activities in a typical day? 
Factor 1 Factor 2 Factor 3 
Being read a book -0.528289 -0.179819 0.634825 
Drawing/ Writing -0.655810 -0.273704 0.173394 
Watching television 0.212504 -0.587949 -0.387113 
Playing inside  -0.548361 -0.218183 -0.466463 
Watching a DVD  0.045443 -0.548221 -0.211472 
Playing outside  -0.547409 0.103956 -0.484627 
Using a computer 0.291508 -0.642782 0.002259 
Expl. Var 1.441732 1.225059 1.080101 
Prp. Totl 0.205962 0.175008 0.154300 
Chi-square test and multivariate log-linear analysis revealed some significant differences in the daily patterns of 
children’s leisure and media activities in respect of parents’ educational and social profile, since less privileged families 
seem to be more engaged with screen entertainment media and outdoor leisure activities. Specifically, more parents 
doing a high autonomy job (23%) (Χ2=8.001, df=3, p=0.05, Phi=0.145) reported that their children rarely/ never watch 
television than parents with a low autonomy job (14%). Additionally, more parents doing a low autonomy job (55%) 
(Χ2=10.818, df=3, p=0.01, Phi=0.198) reported that their children play outside three to four hours per day than parents 
with a high autonomy job (52%). Similarly, parents with an elementary school education did not report that their 
children rarely/never play video games (Estimate=-4.604, Std. Error=1.721, Z=-2.675, p=0.007). 
3.2.2 Spatial Distribution of Leisure and Media Activities in the Home 
According to parents’ responses, playing (74%) and book reading (66%) are activities which mostly take place in spaces 
specific to the child (Table 6). Conversely, television (84%) and DVD watching (67%), as well as computer use (47%) 
are activities mainly occurring in spaces which are shared by other family members in the wider home environment. 
Drawing/ writing takes place in both children’s room (59%) and the rest of the house (52%). On the other hand, if we 
compare parents’ responses about their children doing rarely/ never the same leisure and media activities between Table 
4 and Table 6, it becomes evident that there are differences in their responses. Specifically, when parents report the daily 
patterns of their children’s activities tend to over-report that their children rarely/ never watch television in comparison 
with their responses when they determine the spatial distribution of this activity (18% in Table 4 vs. 8% in Table 6). The 
same happens also with DVD watching (41% in Table 4 vs. 16% in Table 6), computer use (58% in Table 4 vs. 37% in 
Table 6), book reading (19% in Table 4 vs. 4% in Table 6) and video games (87% in Table 4 vs. 73% in Table 6).  
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Table 6. Spatial distribution of leisure and media activities 








Playing inside  74% 39% 1% 
Being read a book 66% 37% 4% 
Drawing/ Writing 59% 52% 3% 
Watching a DVD  14% 67% 16% 
Using a computer 10% 47% 37% 
Watching television 9% 84% 8% 
Playing video games  5% 17% 73% 
Chi-square test and multivariate log-linear analysis revealed several significant differences in the (spatial) patterns of 
children’s leisure and media activities in respect of parents’ educational and social profile. Specifically, more parents 
with a high autonomy job (13%) (Χ2=10.057, df=1, p=0.02, Phi=0.171) responded that their children rarely/ never 
watch television than parents with a low autonomy job (4%). Additionally, more parents with a low autonomy job (5%) 
(Χ2=4.716, df=1, p=0.03, Phi=0.117) reported that their children rarely/ never make a drawing or write something than 
parents with a high autonomy job (1%). Moreover, parents of elementary school education did not report that their 
children rarely/ never play video games (Estimate=1.563, Std. Error=0.742, Z=-2.105, p=0.04). On the other hand, more 
parents doing a high autonomy job (14%) (Χ2=5.854, df=1, p=0.02, Phi=0.132) reported that their children use a 
computer in children’s room than parents with a low autonomy job (6%). Furthermore, parents with an elementary 
school education reported that their children do not play in children’s room (Estimate=1.999, Std. Error=0.768, 
Z=-2.603, p=0.009), but that they play in the living room/ other room (Estimate=-1.948, Std. Error=0.910, Z=-2.141, 
p=0.03).  
3.2.3 Children’s Reading and Television Preferences 
According to parents, their children prefer being mostly read fairy tales (90%) and picture books (80%), and less 
educational books (31%) or comics (15%) (Table 7). Moreover, according to chi-square test analysis, a preference for 
fairy tales is positively correlated with a preference for picture books (Χ2=21.24, df=1, p=0.00, Phi=0.241), whereas a 
preference for educational books is negatively correlated with a preference for comics (Χ2=5.396, df=1, p=0.02, 
Phi=-0.121). However, only 3% of the children reported to prefer being read educational books and another 3% that 
they like to be read Greek mythology, while 23% of the children responded that they like to be read comics. However, 
both parents and children converged about the latter’s most favorite book. The titles mentioned by both groups were 
mainly drawn either from famous fairy tales (e.g. The Three Little Pigs, The Little Red Riding Hood, Snow White), or 
from popular cartoon television programs/ films (e.g. Cars-McQueen, Barbie, Winx Club, Disney Princesses, 
SpongeBob Square Pants).  
Table 7. Children’s reading preferences (parents’ responses) 
Fairy tales 90% 
Picture books 80% 
Educational books 31% 
Comics 15% 
Magazines 3% 
Chi-square test and multivariate log-linear analysis indicated significant differences in children’s reading preferences in 
respect of parents’ educational and social profile, revealing the greater orientation of more privileged families to print 
and more school-like literacy practices. Specifically, more parents who do a high autonomy job (88%) (Χ2=6.530, df=1, 
p=0.01, Phi=0.139) reported that their children prefer being read picture books than parents who do a low autonomy job 
(77%). In a similar vein, more parents who do a high autonomy job (38%) (Χ2=5.214, df=1, p=0.02, Phi=0.124) 
reported that their children prefer being read educational books than parents who do a low autonomy job (27%). 
Moreover, more children whose mother does a high autonomy job (88%) (Χ2=4.027, df=1 p=0.05, Phi=0.094) 
responded that they like to be read fairy tales than children with a mother doing a low autonomy job (81%). Similarly, 
parents of elementary (Estimate=1.394, Std. Error=0.726, Z=-1.920, p=0.05) or high school education (Estimate=0.649, 
Std. Error=0.294, Z=-2.210, p=0.03) reported that their children do not prefer being read picture books, while parents 
with a high school education reported that their children do not prefer being read educational books (Estimate=0.616, 
Std. Error=0.233, Z=-2.649, p=0.008).  
On the other hand, from children’s responses, some significant gender differences emerged with respect to boys’ and 
girls’ reading preferences. Specifically, more girls (87%) (Χ2=4.027, df=1 p=0.05, Phi=0.094) than boys (80%) reported 
to prefer being read fairy tales. In contrast, more boys (29%) (Χ2=8.058, df=1 p=0.05, Phi=-0.133) than girls (17%) 
reported to like to be read comics. Additionally, more boys (5%) (Χ2=4.059, df=1 p=0.04, Phi=-0.094) than girls (1%) 
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responded that they prefer being read Greek mythology. 
Regarding children’s favorite television programs, parents reported that their children like to watch mostly cartoons 
(94%), and less, documentaries (42%), movies (31%) entertainment programs like television shows and quizzes (23%), 
and TV series (21%) (Table 8). Interestingly, none of the children mentioned that they like to watch documentaries, 
while 76% of the children reported to watch movies, 70% of them to watch TV commercials and 62% of them to watch 
TV series. However, both parents and children, when asked to report the latter’s most favorite TV program, they 
referred to famous cartoons, like Barbie, Cars-McQueen, Peppa Pig, Dora the Explorer, Le Petit Nicolas, Winx Club, 
but also some adult Greek TV series like The Kings and The Hara’s Café. 




Entertainment programs (TV shows, TV quizzes) 23% 
TV series 21% 
Sports 14% 
News 1% 
Chi-square test and revealed some significant differences in children’s TV favorites regarding the social background of 
the family. Specifically, more parents with a low autonomy job (28%) (Χ2=4.796, df=1, p=0.03, Phi=-0.119) reported 
that their children like to watch entertainment programs than parents with a high autonomy job (18%). Moreover, more 
children with a mother doing a low autonomy job (75%) (Χ2=4.977, df=1 p=0.03, Phi=-0.108) responded that they like 
to watch TV commercials than children with a mother doing a high autonomy job (65%).  
3.3 Children’s and Parents’ Stance and Views on Media 
3.3.1 Children’s Immersion in Media 
Both parents and children reported that the latter have a favorite popular cultural hero, who is a character from 
children’s favorite cartoon television programs/ films, toys, comics or fairy tales. Boys’ hero is a ‘masculine’ character 
like Superman, Spiderman, McQueen and Ben 10, while girls opt for a more ‘feminine’ character like Barbie, 
Winx-Fairies and Snow White. However, more boys (83%) (Χ2=36.490, df=1 p=0.00) than girls (57%) reported to have 
some favorite popular cultural hero.  
According to parents, their children own several icons and items from their favorite popular cultural hero, mostly 
involving print media (64%), decorative items (58%) and clothes/ shoes (51%) (Table 9). However, it seems that 
children usually possess a variety of different items from their media and popular cultural idols, judging from chi-square 
test analysis, which revealed multiple positive correlations between different media item categories: decorative items 
were correlated with clothes/ shoes (Χ2=30.627, df=1, p=0.000, Phi=0.289), as well as with printed material (Χ2=12.088, 
df=1, p=0.01, Phi=0.182) and food (Χ2=7.879, df=1, p=0.05, Phi=0.147); clothes/ shoes were correlated with print 
media (Χ2=4.104, df=1, p=0.04, Phi=0.106) and with food (Χ2=12.386, df=1, p=0.000, Phi=0.184); print media were 
correlated with video games and toys (Χ2=6.554, df=1, p=0.01, Phi=0.134). 64% of the children also reported to possess 
items from their favorite hero, mostly toys (28%) and clothes/ shoes (22%). 
Table 9. Children’s ownership of media icons/ items (parents’ responses) 
Books/ comics/ magazines 64% 
Decorative items (e.g. curtains, stickers)  58% 
Clothes/ shoes 51% 
Video games/ toys 36% 
Food/ drinks 7% 
Chi-square test showed some significant differences in children’s ownership of media icons/ items with respect to the 
social profile of families and the gender of the child. More analytically, more parents doing a low autonomy job (67%) 
(Χ2=11.332, df=1, p=0.01, Phi=-0.183) responded that their child owns decorative items from their favorite popular 
cultural character than parents with a high autonomy job (49%). On the other hand, boys seem to be more immersed in 
popular culture than girls, since the former reported to a greater extent than the latter to own clothes/ shoes (boys: 15% 
vs. girls: 6%) (Χ2=8.231, df=1, p=0.04, Phi=-0.134) and toys (boys: 22% vs. girls: 13%) (Χ2=5.965, df=1, p=0.02, 
Phi=-0.114) from their favorite hero.  
3.3.2 Parents’ Views on the Educational Opportunities of Media for Their Children  
The majority of parents (54%) (strongly/ tend to) believe that all media can help their children’s literacy development, 
but, almost unanimously (97%), they (strongly/ tend to) agree with the idea that all media can be used at school (Table 
10). Nevertheless, a great number of parents (44%) seem to express a more conservative view that only books can 
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motivate their children’s literacy skills, while 33% of the parents (strongly/ tend to) believe that television and 
computers have a negative effect on their child’s education. On the other hand, 89% of the parents express their 
concerns about television’s consumerist and violent content and 95% of them (strongly/ tend to) believe that school can 
protect their children against the dangers of television.  
Table 10. Parents’ views on the educational value of media 




I tend to 
disagree 
I don’t know 
1 37% 27% 16% 18% 2% 
2  81% 16% 1% 1% 1% 
3 13% 20% 27% 35% 5% 
4 22% 22% 19% 36% 1% 
5  69% 20% 4% 6% 1% 
6 79% 16% 2% 1% 2% 
Note: 1. Books, television and computers motivate my child to learn to read/ write, 2. Books, television and computers 
can be used for educational purposes at school, 3. Television and computers are harmful to my child’s education, 4. 
Only books help my child to learn to read/ write, 5. I’m concerned about the negative effects of television advertising 
and violence on my child, 6. Discussion about television with teacher at school can protect my child against the harmful 
effects of television advertising and violence. 
To ordinate parents’ responses, a PCA was used. Two factors were extracted, accounting for 53% of the total variance. 
As we can see in Table 11, the first factor accounts for 35% of the total data variability and is marked by high loadings 
on items that stress polar ideas about the role of media in education. Specifically, in Factor 1, two contrastive subgroups 
were made between more progressive (Statements 1 and 2) and more conservative (Statements 3, 4, and 5) cognitive 
and affective attitudes towards the educational role of media. On the other hand, Factor 2, which explains 18% of the 
total data variability, refers to hypothetical reasoning supporting the introduction of media to school and expressing a 
more moderate view on the educational role of media by attempting to reconcile the two contrasting poles of Factor 1. 
Table 11. Principal component analysis of parents’ responses about their views on the educational value of media 
Statements Factor 1 Factor 2 
1 0.754980 0.046542 
2  0.505888 -0.433210 
3 -0.702814 -0.282998 
4 -0.781155 -0.175901 
5  -0.391864 -0.057406 
6 0.202611 -0.862626 
Expl. Var 2.124677 1.048285 
Prp. Totl 0.354113 0.174714 
Note: 1. Books, television and computers motivate my child to learn to read/ write, 2. Books, television and computers 
can be used for educational purposes at school, 3. Television and computers are harmful to my child’s education, 4. 
Only books help my child to learn to read/ write, 5. I’m concerned about the negative effects of television advertising 
and violence on my child, 6. Discussion about television with teacher at school can protect my child against the harmful 
effects of television advertising and violence. 
Multivariate log-linear analysis revealed some correlations between parents’ responses about their children’s daily 
patterns of media use (see Table 4) and their views on the educational value of media (Table 10). Specifically, children’s 
book reading for 1-2 hours a day is negatively correlated with parents’ ignorance (Estimate=-3.949, Std. Error=1.827, 
Z=-2.142, p=0.03) about the educational use of books, television and computers (Statement 2). Moreover, children’s 
computer use for 1-2 hours a day is negatively correlated with parents’ ignorance (Estimate=-4.244, Std. Error=2.162, 
Z=-1.963, p=0.05) and disagreement (Estimate=-5.342, Std. Error=1.828, Z=-2.922, p=0.03) about the educational use 
of books, television and computers (Statement 2). Finally, children’s never/ rarely playing outside is positively 
correlated with parents’ disagreement (Estimate=2.277, Std. Error=1.048, Z=2.173, p=0.03) about the harmful effects of 
television and computer on their children’s education (Statement 3). 
Chi-square test and multivariate log-linear analysis showed some significant differences in parents’ views on the 
educational role of media with respect to their social and educational background. Largely, these differences indicate 
that less privileged families, which are more oriented to screen entertainment leisure and media activities and less 
oriented to print and digital ones, are, however, more negative about the educational value of these media. Specifically, 
more parents who do a low autonomy job (25%) (Χ2=12.161, df=4, p=0.02, Phi=0.183) strongly agree that only books 
enhance their children’s literacy skills (Statement 4) than parents who do a high autonomy job (15%). Similarly, parents 
of elementary (Estimate=-2.082, Std. Error=0.976, Z=-2.133, p=0.03) or of high school education (Estimate=-0.664, Std. 
Error=0.313, Z=-2.121, p=0.03) agree that only books can contribute to their children’s literacy development (Statement 
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4). Furthermore, parents with an elementary school education are ignorant about the supposed superiority of books on 
children’s literacy over other media (Statement 4) (Estimate=3.173, Std. Error=1.634, Z=1.943, p=0.05). On the other 
hand, more parents who do a low autonomy job (15%) (Χ2=10.352, df=4, p=0.04, Phi=0.176) strongly agree that 
television and computers are harmful to their children’s education (Statement 3) than parents who do a high autonomy 
job (8%). Finally, parents of elementary school education are ignorant whether all media, including television, books 
and computers, contribute to their children’s literacy development (Statement 1) (Estimate=4.268, Std. Error=1.756, 
Z=2.431, p=0.02). 
4. Discussion 
In the present paper, we attempted to map Greek young children’s engagement with media in the home, through an 
account of children’s and parents’ perspectives. From the analysis of interviews with children and questionnaires with 
parents, it was made clear that children have rich media experiences in the home, having access to print (books, comics, 
magazines), screen entertainment (television, DVD) and digital media (computers), whereas the presence of video 
games in Greek homes is more limited compared with other countries, such as the UK (Marsh et al., 2005) and Spain 
(Bringué & Sádaba, 2009a). Moreover, children go often to the movies and sometimes to the theater with their parents. 
Although printed texts prevail in children’s bedrooms, and book reading seems to be a widespread activity in most 
families, screen entertainment and digital media are central to the lives of all family members. Thus, half of the children 
responded to own two television sets and reported that all family members use a computer. However, contrary to the 
wide held idea that there is supposedly an ‘antagonistic’ relationship between digital and print media, our research 
indicated that a home open to new technologies tends to be ‘media rich’ in general. Similarly, a greater access of 
children to the movies was knitted to a greater access to the theater as well.  
Regarding the daily program of children on leisure and media activities in the home, it seems that this mainly consists 
of traditional (drawing/ writing, playing with toys in the home, book reading) and conventional screen entertainment 
media activities (television watching). In contrast, other screen entertainment (DVD watching, video game playing) and 
digital media activities (computer use) are less common among children. Interestingly, a traditional leisure activity 
among children, such as outdoor play, seems also to be less popular among today’s children. This could be probably 
attributed to the observing attenuation of the outdoor culture and the increasing gaining of the bedroom culture in Greek 
society, due to parents’ worries about letting their children stay outdoors unsupervised (Tsaliki, 2009). In their room, 
children usually play and are read some book. In contrast, television/ DVD watching and computer use seldom take 
place in their room, but are activities which commonly occur in spaces which are shared by all family members. With 
respect to children’s reading preferences, our study showed that these mostly include ‘standard’ choices, such as classic 
fairy tales and picture books, while children who prefer comics usually dislike educational books. In contrast, their 
television preferences concern both children’s (cartoons) and adult TV programs (TV series, movies, TV shows and 
quizzes).  
From both parents’ and children’s responses, it was evident that media icons have a central role in children’s lives, as 
confirmed also by other studies (e.g. Marsh et al., 2005). Most children have some favorite popular cultural hero, who is 
usually a character from the books they read and the television programs they watch, while these media icons are also 
present in their clothes, shoes and toys.  
Parents seem to be affected by the ‘moral panics’ often surrounding young children’s use of media, involving concerns 
about the supposed negative impact of media on children’s emotional and social development (Kenway & Bullen, 2001). 
Specifically, they looked worried about the content of television programs their children watch and some of them even 
considered that television and computers are harmful for children. Furthermore, they appeared divided whether all 
media or only books contribute to their children’s literacy development. Therefore, most of the parents were favorable 
with the idea of media education, viewing it as a means of preventing children from the ‘harmful’ media messages. In 
this way, they adhered to an ‘inoculation’ model of media education (Buckingham, 2004), according to which media 
education is seen as a protective ‘shield’ against negative media content. Interestingly, parents’ views on the educational 
role of media tended to be in accordance with their children’s practices. Thus, children whose parents have positive 
views on the educational role of computers and books are more likely to spend an important amount of time daily using 
those media.  
These findings diverge from relevant research which has shown that, although parents often raise some concerns about 
the quality of media content (Livingstone & Bovill, 1999; Ofcom., 2013), they tend to be generally favorable about the 
role of media in their children’s social, linguistic and emotional development (Livingstone & Bovill, 1999; Marsh et al., 
2005; Rideout et al., 2003). This could be probably attributed to the fact that media have been only recently introduced 
to the Greek curriculum in a systematic way (Greek Ministry of Education, 2011) in comparison with the UK (in which 
most of the studies have been situated), which has a long history in media literacy and education. In fact, in contrast to 
USA, in which an ‘inoculation’ model of media education has developed, in the UK, media education is based on the 
notion of ‘cultural understanding’, concerning a close and critical analysis of media messages and representations of 
social reality (Buckingham, 2004).  
The analysis of both parents’ and children’s reports on the latter’s media activities in the home indicated several 
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significant differences with respect to the social status of parents. Specifically, our study indicated that families with a 
more privileged social and educational background seem to be more oriented to print and digital media than families 
with a lower social status, by having access and using more books and computers. In contrast, families of lower social 
and educational background tend to be more oriented to screen entertainment media, by having more frequently a 
television set in the children’s room, by being more likely to own a DVD player and by having their children play more 
video games than families of higher social status. These findings have been largely confirmed by previous studies, not 
only in the UK (Livingstone & Bovill, 1999; Ofcom., 2013; Marsh et al., 2005) and other European countries 
(Mascheroni & Cuman, 2014), but also in Greece (Koutsogiannis, 2011; Stamou et al., 2013; Tsami et al., 2014).  
However, the present study also revealed that the spatial autonomy of children’s media and leisure activities from the 
wider home environment is probably bigger in more privileged families, in which children seem to spend more time in 
their room for these activities, than children from a less privileged social background. Moreover, families with a higher 
social status seem to go more often their children to the theater and the movies. Conversely, families of a lower social 
and educational background tend to be more immersed in popular culture, since their children own more media icons, 
but also they tend to allow to a greater extent their children to play outdoors than children from families of higher social 
status. Hence, irrespectively of whether these differences are only due to available financial resources (e.g. whether less 
privileged families cannot afford having an extra room for their children, or cannot pay the tickets for the theater and 
the movies, and promote instead ‘cheap’ leisure activities for their children, such as outdoor play), or are probably more 
an issue of parents’ educational and cultural resources (e.g. whether they consider important or not the spatial autonomy 
of their children, whether they consider or not that outdoor play is unsafe for contemporary children), in any case, they 
advocate that more privileged families prioritize school-like literacy practices to greater extent in comparison with less 
privileged ones. 
Interestingly, despite the fact that parents of lower educational and social background tend to prioritize screen 
entertainment media in the home, they seem to hold more negative views on their educational role, by supporting to a 
greater extent than parents of higher educational and social background that only books can contribute to their 
children’s literacy development, or that television and computers are harmful to their children’s education. This 
inconsistency between their views and practices could be attributed to the fact that parents of lower social status are 
probably more susceptible to ‘moral panics’ about media and less familiar with contemporary approaches to school 
literacy.  
Our study also disclosed some significant differences with respect to the children’s gender. Girls seem to show a greater 
preference for the reading of fairy tales, while boys mainly like being read comics and Greek mythology. Moreover, 
girls have different favorite popular cultural characters than boys, mostly drawing upon classic fairy tales and ‘feminine’ 
cartoon characters. In contrast, boys’ favorite heroes come from famous superheroes and ‘masculine’ cartoon characters. 
These differences between boys and girls regarding their preferences for media, which are largely confirmed by 
previous research (e.g. Livingstone & Bovill, 1999), seem to be linked to the social expectations and the distinct social 
roles of what means to ‘be a girl’ and ‘a boy’. In a similar attempt to construct a ‘masculine’ identity, it was also found 
that more boys than girls show an interest for video games and popular culture. Except for the fact that several studies 
(Bringué & Sádaba, 2009a; 2009b; Livingstone & Bovill, 1999; Ofcom., 2013; Marsh et al., 2005; Rideout et al., 2003) 
─including Greece (Tsaliki & Chronaki, 2012) ─ have indicated that video game playing is a largely gendered activity, 
these choices on the part of boys seem to suggest that they are less familiar than girls with school-like literacy practices. 
This finding is in tune with sociolinguistic studies which have shown that boys tend to follow to a lesser degree than 
girls the conventions of school discourse (Hamstra-Bletz & Blöte, 1990; Griva, Semoglou, & Panteli, 2009; Stamou, 
Griva, & Demetriou, 2013).   
The abovementioned results of the present study raise important implications for the role of family in children’s 
schooling. Specifically, it is suggested that traditional school, which promotes print literacy practices, is highly possibly 
to exclude students coming from families of lower social status and boys, who prioritize popular culture and screen 
entertainment media, namely non-school-like activities. In light of this, the introduction of media texts to many school 
curricula worldwide (Duff, 2004), recently also systematically introduced to Greek education (Greek Ministry of 
Education, 2011), can contribute to the bridging of these social inequalities. However, given the fact that less privileged 
families have limited access to digital media as well, contemporary educational systems, which have, often 
unproblematically, introduced new technologies, should attempt to bridge the digital gap still existing for many students. 
On the other hand, in order for such an education endeavor to succeed in countries, such as Greece, with no tradition in 
the institutionalization of media literacy, both parents’ (as shown by the present study) and teachers’ (Maroniti & 
Stamou, 2014) views on the notion of school literacy should change, through systematic information and training of 
both stakeholders.  
Finally, from a methodological perspective, in the present study, we acknowledged the limitations of (self)-reporting of 
children’s media activities in the home, and thus we explored both parents’ and children’s perspectives, treating the two 
groups not only as providing complementary but also contradictory accounts of children’s home engagement with 
media. In this view, we detected some instances of over-/ under-reporting between the two groups. Some of them could 
be probably ascribed to the fact that young children are not able to calculate the time, and thus they cannot, for example, 
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accurately report how ‘often’ they go to the theater. However, most of the inconsistencies observed between parents’ 
and children’s reports seem to be due to the so-called ‘social desirability bias’ (McBurney, 1994) on the part of parents. 
For example, while almost half of the parents reported that their children like to watch documentaries, none of the 
children included documentaries to their television preferences. Similarly, much fewer parents reported that their 
children prefer watching adult programs like TV series, in comparison with children. Interestingly, probably again under 
the influence of the social desirability bias, parents responded differently even to the same question in different parts of 
the questionnaire. For example, when parents reported the daily patterns of their children’s activities tended to 
over-report that their children rarely/ never watch television in comparison with their responses when they determined 
the spatial distribution of this activity. In conclusion, we suggest that a study including both the perspectives of parents 
and children on the latter’s media activities in the home can better address the limitations of (self)-reporting and 
complement observational studies of literacy practices.   
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